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The postsecondary educational experiences of black 
and >rhite hi ah school graduates who entered college between, 1972 and 
1974 were studied, with a focus on the effects of institutional 
characteristics on students. Data were obtained from the National 
Longitudinal Study of the high school senior class of 1972 for 
entrants to two- or four-year colleges in academic curricula. It was 
found -that high school, race, and academic preparation strongly 
affected college selection by blocks,' while socio-economic status 
(SES) and goals were more important in the college selection* by 
whites. Differences in effects of colleges on grades, faculty 
contact, satisfaction, and attainment variables were also explored . - 
Compared -to black students attending predominantly white colleges, 
black students attending predominantly black institutions received, 
significantly' higher average grades, and were more likely to persist • 
for a second year shd to obtain a bachelor's degree. In general, 'the 
attainment of block students was higher in black colleges that were >f 
privately-controlled, smaller, less vocational, more cohesive',, and 
^4cith low-SES students. Contact with faculty also seemed highly 
important for black students. Additional findings are discussed. 
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Abstract 



This study analysts ths post secondary educational experiences of black 
and white high school graduates who entered college between 1972 and 1974.* 
The focus Is on the effects of the basic type of Institution and specific 
institutional characteristics on students. It first investigates processes ' 
of selection into colleges for blacks and* whites, and finds that high school 

race, r and academic preparation strongly affect college^ selection of blacks, 

» • ^ * •*'■'' 

while SES and goals are more important for whites. Differences in effects of 

■ ' * ■ « , 

colleges on grades » faculty contact, satisfaction* and attainment variables 
are ajlso exploded. In general the attainment of black students 1^ higher 
in blacft, privately controlled, smaller, less vocational, more cohesive, 
low SES composition colleges. Contact; with faculty also seems highly 

• # ... 

important for 'black students. ' '< < 



Introduction . 

This study. ax-mi dm the effects of oollogo type aod char aoteri st i oa for 
blaok and vhito entrants to oollogo In the early 1970*4. ' Many studies have 
shown tost blaoks #nd voltes enter different Unas of postseoondary; 
institutions , and tost the processes through which they are selected/ 
reoruited into Institutions with different onaraeterlatlos also .differ. 
However, few studies have explored the issue of differential, of foots of these ■ 
Institutions en the aoadealo perforaanoe and eduoational attainment of; black 
and- white students. The study uses dots ■.freer, the national Longi tool nal Study 
of the high school senior class of 1972, end. analysts the patterns of 
attainment for those students who entered college between 1972 and 1974. . 
Beview of Literature 

A lusher of studies Indicate differences in the determinants of black and 
vhito educational perforwance and attalnaont. lace differences is reactions 
to background and eduoational environneate aeon to exist at all levels of the 
eduoational system* At the secondary level* studies nave generally found that 
high school perforaanoe, measured ability, and socioeconomic status have 
weaker effects on the educational goals, later aoadealo perforaanoe^ and 
attalnwent of black than white -students* On the other hand, "ambition", 
disciplinary problaas, "nonconf orni ty • , ee^f -esteem, and educational 
aspirations seen to have stronger effects on black attalnwent (lerokhoff and 
Campbell, 19771 Porter, 1974; Fortea and Wilson, 1976; DeBerd, Griffin and 
Clark, 1977). Studies at the secondary level, have also f eon both wain and . 
interaction effects of eehool-level variables. Black students in integrated 
schools sees to have aspirations which are wore closely tied to ability (l.e, 
wore "realletio"), along with lower, grades, lover odds of being In a college 
prep ovrrlouluw, lower acadeslo selfrooncepto and educational goals (Boelter, 
1982; Bokland and iUexander, 1930). > Black students ii high ability 
eoaposltlon schools tend to have lower grades, college plans and attainments, 
as do white students; however, high soeio-economlo composition, also lowers 
curriculum pleoesent, educational goals, and aoadealo solf-oonoOpt or black 
students, but not white students. High SES contexts way, however,. help* black 
students by providing greater teacher/counselor encouragewest of w college 
attendance iBckland end Alexander, 1980). Wilson (1979) repprts'that blaoks 
in integrated end middle class schools had mors- predictable attainment than* • 
those in segregated schools. SES and pacing (being held book; or skipped a v 
grade) had stronger ^effects on attainment in integrated and higher SES - 
settings. 

PflataawndarT Education. , 

SejJtfltliffl into CoijLaeaa by Btfifi. There ,1s quite a bit of evidence of 
basic black-white differences in where students go to college. Black students 
ere mors likely than whites to enter less selective, lower quality, two-year, 
predominantly black and private institutions; Controlling for other* 
background factors, however, blaoks and whites differ to a lower degree, and 
some differences are reversed. Controlling socioeconomic statue and ability, 
some studies have found that blaoka are less 'likely to* enter two-year colleges 
and low selectivity public colleges. Bearn (1984) found that, 'controlling for 
SES and achievement factor a, black students entered colleges higher in 
expenditures par student and ornate, but lower in selectivity. 

Studies have also examined the determinants of. where blocks go jto . 
college. Braddook (1979) found that black attendance at desegregated high A " 
schools decreased significantly the odds blaoks would choose .to sttend black 
oolleges. This effect on college choice van nearly as important as those of 
high school* grades and oollogo cost. toUsnd and Alexander, summarising % 



studies teas with the J0L5 data, report that in the South* .the paroant black in 
the high eohool. did significantly inaraaaa tba odda of blaok student entry to 
a "traditionally blaok" oollege, but that it dld»ot affaot tba selectivity 
level of othen institutional ' oboioaa . Tba bast predictor* of entering a 
traditionally blaok institution (TBI) vara oollaga preparatory ourriculus in 
biCb eohool and low anaaured ability. Tba stadias also found that blacks vara 
mere likely to; flo to four-year 'epilog** and nor* selective institution*. lbs 
bast pradiotcra of selectivity for blacks vara region, ability, eolence 
eoursovork, and nigh eoboor grade*. For vhitaa, the bast predictor* were 
Measured ability, sign school grades, region, S8S and language courseware. 

latin and Cross (1981) found that blaok* la predominantly unit* 
institutions (Pal) sere slightly ■ore likely to bare been in college ' 
preparatory pregrana is high school, and bad higher high school grades, though 
, they did not Xasl hatter prepared for oollaga once enrolled. The students in 
PVI's also had chosen colleges closer to hose, and ware scat likely to have 
chosen their institution* beoauae of the availability of financial aid and 
active reorultnent by the college. Students in black •collagen tended to hare 
applied only to the ocllege they attended, were further from hone, and bad 
ohosen their college because of the influence of relative*, teacher* or 
friends.- 

Overall, blaok students vera lass objectively well-prepared for ocllege 
than unite student*, thought they fen hnthjc prepared in post areas. They 
also vera, in oolieges closer to bone, "had lover parental education and income, 
and ■ore financial concerns about; college. Cross and .latin (1981) also found 
that black student* vera sure likely to receive financial aid, got sore eld, 
and received that aid sore often in the tprm of s package including loans, 
grant* and work-study omploysmnt. . 

ftmejElaflOgj in PPBtiaoondTT Bdaoatlop. . 

A number of studies have focused, as st the secondary level, on effects 
of oollaga racial composition. Bayer {1973) found that blaok students at 
traditionally blaok schools ware sera likely to' aspire to graduate training, 
' though less likely to aspire to professions^ occupations than those at 
precuminantly white schools. Savklns andBpddook (1982) raport that the 
positive effect* of oollege activities, aatiafentlon, and grades on attainment 
are stronger in traditionally black than white schools. Braddook and Dawklns 
(1981) have found that predibtere of attainment of black students vary 
somewhat by. both predominant race and level (two-year versus Tour^year) of the 
institution, /or example, ability and high school currloulum were significant 
only in two-year black, schools,, while SSS was laportant only in four-year" 
black schools. Percenjt white aeemed to be acre important at four-year than 
two-year schools. Overall, the explained variance using ability, high school 
grades, and curriculum, study habits, percent* B whlte, and SES was greater in 
black than white soools. Snltb and Moore (1983) found that aohleveaent of . 
blaok students is higher In email, high quality collages, while ■adjustment" 
le better 1m larger, lover quality colleges. For achievement In oollege, High 
school grades, aether's occupational atatua, gander, and flannels! aid ware 
also important for blaok students. Pf elf or (1976), looking at acre 
Interpersonal aspects of college*, found that iapersonal, "academic" 
stnospheres have positive effeote en the perfomanoe of vhitaa, while 
nenaoademie atmoepherce and perceptions of personal racism b> fallow white 
students had positive effeote on performance of blaok students. Hawkins and 
Dawklns (1980), on the othar hand, report that performance of black students 
wes positively affected by contact with whites and negatively affected by 
perceptions of prejudice. Ourln and Bppa (1975) found that higher faculty- 



student interaction, and an eesdomle stress in the student culture had 
positive ef foots on the occupational and educational goals of Mmok students 
In black collages. + 
Croaa and Astln (19Q1 > analysed the determinants of b^ack persistence, 
. though they do not present comparative white analyses. Tbay found that higher 
odda of perelatanoc for* blacks vara' aasoolstad with hither high school grades, 
being at a predominantly black institution, being sore involved in campus 
Ufa, and having higher aalf^oonfidanoe in ability. Lover odda of black 
peraieteaee were aaaociated with being- employed over 20 houro a Week, having 
large educational . loans, perceiving a look of. parental support, and baring 
feelings of loneliness or boredom at oollege. Goanan at al '(1983) also found 
higher rates of early progression ( persistence, and graduation for 
predominantly black oollege students and for being in the alacrity (black in 
white oollege). 

It IS dear froa an analysis of the literature, that we lack amoh 
' inf creation about the relative effects of different determinants of student 

performance and attalneeat by race. The studies on higher education J,n 
' particular are inadequate <aa a group). Many of the atudiaa oompare only a 
anall ouaber of institutions which vary aiaultaneoualy on a variety of 
chsraoterl s1£cs • Other atudiaa use* only black students in differing 
institutions'. These do not allow us to' assess whether similar processes of. 
institutional effeots operate for both blacks and whites. Many atudiaa lack 
adequate smasuree of both background and other pro-collage Influences, and of 
institutional variables.. 

This study is a preliminary analysis of how black and white oollege 
students in the early 1970's farad in a varjety of poatseeondary institutions. 
It explores the following questions s ~ 

1. Are there Institutional characteristics which are particularly 
—Important 'in helping* blaok students to perfora adequately, persist, and 

graduate froa oollege? 

2. la black performance, per si stance, and graduation particularly 
dependent on institutional oharaoterlatlos. 

3- Ire integration] into oollege life, faculty support, snd avoidance 
of oonfllotlng roles more Important for blaok students? 

H. Are the kinds of institutions blacks predominantly enter, and the 
kinds of oollege experiences they save, those that are most advantageous? * 

The data used include sufficient controls for individual background * 
variables, s number of specific institutional characteristics , and information 
about student experiences during oollege, as well as on educational outcomes. 
sjathoda 

£gej2li* 

This study uses a subset of the national Longitudinal Study of f the High 
School Class of 1972 • Only entrants to two- or four-year colleges, in 
academic curricula (see Eokland et al, 1979 for opera tionelisati on) , by the 
Pall of (497^ are included. In addition, only respondents to at least the 
base-year and first follow-up surveys are utilised. The resulting maximum 
number of oases for analysis Is 7376. This Includes 795 blacks and 6581 
non-blacks. 

. Missing data were replaced with the mean of the data-present 
distribution. According to Cohen and Cohen (1975), this procedure allows one 
to maintain a maximum oase base for analyses, while specific parameter 
eatlaatee sre based only on the data-present oases. Ip general this la a 
conservative procedure, which attenuataa standardised parameter estimates due. 
to the decreased variances of variables. It does not affect unatandar diced 

•( 



etatiatica. .Response rates for the follow-ups have been quit* high, and are ~ 
probably higher for oollege sttenders than other groups (aaa Levlnsohn at ai f 
1978 for, description of follow-up procedures and specific response rates). 
Analyses of pattarna of missing data on individual variables did not reveal 
aarioua biases. Results using listvis* and paind.se delation methods shoved 
'essentially similar results* In feot, as expected, results using lietvise 
delation gave stronger regression coefficients and acre significant effects 
for most variables. 

HnaanrfJtnfr At Indlvl dual , Studsst ■ larjsjbj — - A ooaposite measure of SES 
was used. . It is composed of an equally weighted sua of standardised scores 
for father' a education, aether • s education, father's occupational prestige, 
family income /and household possessions (SES). Gender 1b a duawy variable 
(KALI), with sales 2 and females 1. Three meaauras of academic preparation 
are used. Ability (ABU) is the standardised sua of scores en the reading, ' 
latter groups, math, and vocabulary subtests given with the base-year 
Questionnaire. High school program (BSPOM) is a dummy variable contrasting 
noja-cellege (2) with oollege preparatory (1). High school achievement (HSGPA) 
is a aeasure of average; high school grades from school records. Educational 
plans (BDEXP) refers to' the level of education the student expected to attain. 
Occupational aspirations (OCISP) are measured by the Duncan SET score for the 
.occupation the student wanted to enter. A measure of academic self concept 
(ACSC), refers to the student's confidence in ability to do veil -in oollege. 
Finally, r a measure of parental aspirations (FASP), construe ted by averaging, 
student reports. of the level of education desired by mother and fa then vaa 
used. HSJUCE is an indicator of the percent white in the. students high' 
school.' It is used only for blacks, analyses including it for whites as veil 
showed no substantial .differences in the model. * 

A final control variable is necessary because of the inclusion of both 
Immediate, coded as 2, and delayed (1973 to, 1974), coded Is 1, entrants/ 
Studies have shown that determinants of educational performance and attainment 
are similar for. the. two groups (especially when the delay la only one or two * 
years), but it is necessary to control for the main effects of delayed entry 
on outcomes. Delayed entrants were included in order to increase the number 
of minority and lover SES 'students represented. ~ 

Pnwt.-Myh Aflfcfifil £pJLa ^JHrolvsmsnta. Four factors dealing with individual - 
level of involvement with the student role and other * potentially competitive 
roles are included as controls in a second stage. Marital status (MS) is a 
dichotomy for currently married or not at the* time of entry to oollege. Sours 
of employment (HRS) is the number of hours per week worked in October ^f the 
year of oollege entry. Residence on-osmpus (2) or off~caapus is also a 
-dichotomy (RES). r , Vnfortunately, the only aeasure of residence is for toe time 
when the respondents received the first-foil ovup instrument .(1973- fcr w°8t). ' 
Thus this measure fs not entirely appropriate for those who entered college in 
1972. Probably those living on-campus in 1973 el so did so in -1972. But the 
opposite) is not true. Those living off-campus ip 1975 **7 nave lived 
onrcaapus in 1972 but have dropped out by 1973- Because of these problems, 
the residence measure la not used in the analysis of persistence to the. second 
year, though it is used for later periods. It is defined is aisslng in these 
analyses for those students not enrolled in the fall of 1973. analyses 
excluding it in all aquations show little effect on other parameter estimates. 
Final ly, a measure of full- versus part-time attendance in the first yesr 
(FTPT) is used. 

Intrvniinf oollaga sxnsxiinoj Tsrisbiaa. Three measures of the 
experiences of students in the oollege setting are included. College acssWlc 
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performance (QPA) refers to average grades In the first year of college 
Faculty contact is a dichotomy, of whether the students report they know a 
faculty neaber well enough to ask for a letter of reference or recommendation 
(PAC). Overall level of satisfaction with college experiences (CSAT), is 
.determined by average ratings' of several aspects of the college and one's life 
there, -on a' one to five scale. 

BdnMHoMt Outcomes . The primary concern of this research is with 
effects of college experiences On traditional educational attainment. It does 
** not look at vocational education, or other nontraditional training. The first 
outcome measures whether the student parsiste% for at least one year itf an 
aoademlo program in a two or four-year college (P2). again, this does not . 
refer to persistence in the same college, only to, persistence ln H sbme academic 
program in any college. The second outcome measure is attainment of a 
bachelor 'a degree (BA) by 1?79 (seven years after high school). The last 
measure^ used is that of academic educational goals (KD79) It measures the - 
level of college* education the respondent expected to complete, and it is 
taken from the 1979 questionnaire. Through this one can see if long term 
plans for education 'are as greatly affected as early attainment levels. 

College Tar la hies . College-level data were obtained by merging $wo 
machine-readable files of institutional data (Carroll, 1979; Tenison, 1976) 
with the MLS data, by ■atoning of F.I.C.B. codes for institutions. Thus the 
college data are jqqI obtained by aggregating data from the KLS sample, but are - 
taken directly from institutional records. All college variables refer to the 
first college, (from 1972 to 197*) attended by the student. The following 
- measures were used in analyses: ^ > I 

1. A set of duamy variables for private university ,( PRU ) , private ' • 
" four-year college (PB4), private two-year college (PB2), public 

. university (FQBU), and public four^year college (FOB*) compared 
to public community colleges as the omitted oomparlsan group was 
used. Fouriyear colleges are those offering st least four-years - 
of post-high school work, granting baccalaureate or equivalent 
degrees. Universities are those with considerable emphasis on 
graduate instruction, with at least two professional schools not 
exclusively technological' in character. Two-year schools are 
those offering only associate degrees, certificates, and 
diplomas, below the baccalaureate level. 

2. Race of ^college - coded 2 for a predominantly black, and 4 for 
predominantly white institution. * 

3. Selectivity - mean SAT score of freshmen class (SAT). 

4. Percent df students with family income less than 6,000 (LSES). , 

5. Total opening fall enrollment, undergraduate and graduate (SIZE). 
6 ... Percent of all students enrolled part-time 

7. percent of all majors offered in vocational areas, with „ 
vocational def ined as any area other than liberal .arts and } , 
natural sciences/mathematics. This includes areas like business, 
engineering, education, trades, and other applied pr og rams 

t (PTOC). i • \ 

8. Educational/general expenditures per student (£XP). 

These indicators were chosen on the basis of exploratory factor analyses 
of a larger set of college characteristics. % Faotor analyses snowed four basic 
factors. The' first has a positive loading for percent living on campus and 
• negative for vocational majors and percent part-time (a social integration . 
faotor). A second has positive loadings for else, number and diversity of 
major areas, corresponding to a theoretical factor of bureaucratisaltion and 
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complexity, the third factor has high positive loadings for percent graduate 
students, expenditures, cost, and avtrage SAT, This sounds closest to what is 
generally termed "quality". Ths foujfth faotor has a lower positive loading 
for average SAT scores, and negative loadings for the percent of low-income 
students, and; percent Minority group students. It thus corresponds best to a 
general soolo^eoonomlc oo£poslton factor. On the basis of this, variables 
were chosen to represent .each faotor. In' addition, Other Tsrlables were 
selected on the basis of earlier regression results and/or theoretical 
interest. t 

*" Results 

Bxsalnatlon of ainpla black-white differences In the weans of thenepllege 
variables indicates that blsoks and whites do enter different kinds of\i$ 
postseoondary Institutions. Blaoks ere sowevhat less likely to be In public 
and private ooawunlty/ junior colleges, and wore likely to enter public and 
private four-year colleges than whites. Blaoks are leas likely then whites to 
enter universities. The institutions blsoks, attend are smaller, with lower 
SES and ability composition, and slightly more part-time students and 
'vocational major areas. Despite this, expenditures psr student are marginally 
greater, than for whites. Almost a third of the black students are in 
predominantly black institutions. 

Analyses using race as a 'dummy variable' in e regression equation 
including the socioeconomic and academic control variables used In. this study 
indicate the extent to which race affects college seleotlon ,net of other 
factors. These results show positive effects of being black on educational 
expenditures^ tuition/fees cost, -degree level (university /four-year/ two-year), 
. private control, negative effects were found for socio-economic composition, 
, proportions of half --time and commuter students, vocational orientation, end 
selectivity. \ ' 

Table 1 examines whether there are also different patterns of selection 
into postseoondary institutions for blaoks and whites. Because of the very 
small number of whites in predominantly black institutions, this vsrisblejals 
eliminated from all analyses for whites. However, the- analyses do show that 
the main determinants of block entry into blaefcsrather than white colleges are 
the racial composition of the students* high schools and whether they delayed 
entry to college. As others have found, those who attend predominantly blaok 
high schools are also' more likely to attend blaok 'colleges. Blaok colleges 
\sre also leas likely to be selected. 1 by delayed college entrants. 

Blaok student entry into more academically selective colleges depends 
most on ability and high school curriculum — aohieved factors. For whites, on 
the other band, college selectivity is- dependent on SES, goal orientations, 
r and parental aspirations. Is addition, 7 while. delayed entry is not associated 
With selectivity for blsokb, white delayed entrants enter less selective 
schools. Race differences are much -the same for SES composition; for blaoks, 
measures of aoademlo preparation and high school race are significant, while 
for whites, SES and occupational, plans are significant. Blaok entry into more 
vocationally oriented colleges is. tied to aoademlo preparation (especially 
curri cuius) , educational goals, and delayed entry. For whites, these factors 
are less Important, and SES and parental aspirations ere more Important. 
Selection into colleges with high expenditures psr student is tied only to 
ability 'for blaoks, while for whites a range of other faotors are important: 
SES, gender, and high school grades. Going to a large college is tied more 
closely to SES for blaoks, mad to ability for whites. In addition, high 
school preparation, goals, and parental aspirations are more Influential for 
whites. Finally, entry to a college with high part-time enrollment is linked 



significantly to SBS for whites but not blacks. In Sddltlon, measures of 
aoadsalo preparation, parantal aspirations and high school racial ooaposition 
are gansrally mors important for whites. 

Generalising across all college oharacteristios, It is olear that SES is 
a acre potent influence on where white students go to oollege than Is the case 
for blacks. Ability and high school ourri cuius tend to be acre iaportant in 
the routing of black students into oollgsa, w&Ue high school grades are sore 
iaportant for whites. Parental aspirations also seen ■ore influential for . 
whites. XndlYidusl goal orientations wary serosa the specific oollege 
variables being analysed, with no apparent trend to race/ differences. 
Background characteristics and delayed entay dxp$iin anywhere froa 3$ to 18$ 
of the verlanoe in oollege ohsraotaristies. The'vsrlablea in the model .are 
superior in explaining college selectivity, SBS ooaposition, and percent of 
pert-tine students. Explained variance in vocational orientation slid 
expenditures is greater for blacks than whites. 

Table 1 Here > 

Table 2' shows the effects of oollege type and oharacteristios on neasures 
of acadealo performance, contact with faculty and oollege satisfaction. 

afladJsU B wrf nraanof - Black students who enter predominantly black 
institutions (FBI) receive significantly higtier average grades in oollege. 
Both black and white, students get the highest grades^la two-year colleges, and 
the loweat grades in public universities. White students Is public oollege* , 
and private^ colleges and universities receive Quite similar average grades; 
for black students, both four-year oollege settings result in lower grades 
than privets universities. In addition, black student receive particularly 
low grades -in public universities. 

For whits students, public colleges snd universities remain Significantly 
lower in grades,, even controlling for epeeifio oollege characteristics. In 
addition, ws see positive ef foots on grades of oollege else, percent of low' 
SES students snd percent of pert-time students. That Is, white students get 
their best grades in large schools with low integration and low SES 
composition.. Only low SES composition increases black grades significantly. 
The effects of SES composition are maintained for both jfroups, even 
controlling student role involvement, and' the positive Effect of oollege size 
for whites is also maintained. 

In this early college period, marital status, employment and off-campus 
residence are not significant Impediments to high grades. Part-time \ 
attendance is in fsot a positive determinant of grades for white students. 

The Individual control variables and college type explain more of the 
variance In whits than black oollege perforaanos. However, oollege ' 
oharacteristios Increase explained variance proportionally more for blacks 
than whites. # * 

Feoultv contact . The admittedly poor indicator of contact with faculty 
is not responsive either to student background or basic Institutional type for 
black students. For whites, there Is a baslo public/private division. All 
private institutions, especially at the two- or four-year level, are higher in 
faculty connect for whites. For. whites, contact witn ^faculty is si so linked 
to smaller oollege sine snd lower proportions J of pert- tins students.. Vhlle 
sins is not as Influential for. black students, going to s o o lle ge with many 
part-time students Is particularly damaging for blacks. Vhlle the affect of 
part-time composition Is explained away by differences in Individual role 
involvement for whites, this Is not the case for black students. Slse of 
collge, on the other hand, remains infl ue n t ial for whites. * 

Oversll, being s full-time student, living on-oaapus, and getting higher 

*»•.'* 
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grades Increases oonty ct for both groups, out to a greater degree for whites ' 
than blacks. AlSffUTe effect of employment la also seen only for white 
students. Finally, blacks who enter FBI are not significantly higher In 
faoulty contact, when controlling for other college' characteristics and role 
involvement*. 

J&Umgt MtiiffcfltioB. For whites, the basic oollege type does influence 
subjective integraton Into oollege life. Students In publlo college and 
university tattings are significantly lass satlsfaled than those In two-year r m 
and private collage settings. The most satisfied groups Is students In 
private two-year oolegea. For blacks, none of the basic Institutional types 
varlee significantly in satisfaction level of students. Specific oollege 
characteristics do however vary In their effects for blacks and whites. white 
student satisfaction Is Increased by entry to colleges with low £ES coaposl&fifr** 
ssd few part-time student* (such' as unselectlvc liberal arts colleges?). 
Black students are IgiAl satisfied at' colleges with low SSS composition, as 
well as those with high ability coapositloc. Furthersore, while white student 
satisfaction depends on can pus residence, faculty contact, and grade 
perf orsmnoe, only grades sees Important for black student aatlsfaotion. 

Table 2 Here 

Table 3 shows the baslo findings of the study: the total and direct 
offsets of colleges and oollege experiences on educational attainment and 
goaas. { 

EfXnlfltflaflfl 1& Ibfi Aftcojul XfisX* Black students are sore likely to remain 
In college for a second year when they enter predominantly black 'oolegea. 
Besides this, other institutional types do not vary significantly from each 
other. Koto however, that for. both blacks and whites, all types have higher 
persistence rates than public community colleges. " 

Black atudent* are negatively af footed by entering colleges with a 
vocational emphasis, and with many part-time students. * These negative effects 
' exist Independent of individual student experiences. On the other hand, only 
part-time composition reaches significance for whites, and Its of foot can be 
attributed to differences in role involvement at the individual level. In 
addition, for whites all the student role, involvement faotors are significant: 
not being married, not working many hours, *np being a full-time student. In 
addition, whites are more likely to persist if they have higher grade 
averages, more faoulty contact, and. higher saj^af action. For black students, j 
only faoulty contact is a positive and significant factor in early 
persistence. 

Bachelor ' fl 4figCfift completion & 1Q7Q . At the point of the fourth 
follow-up of 'the MLS cohort- 7 , even the delayed entrants have had five full 
years to complete *a bachelor's degree. Those who entered In 1972 have had 
seven years, while seme students will undoubtedly finish after 1979t soot of 
those who will ever receive a degree should have done so within this period 
(Boklacd, 1964; Campbell, 1980). Results indicate that blacks who enter black 
•colleges, or private oollegea and universities have higher degree completion 
rates. Only the percent part-tlse students has a significant effect, out of 
the speolflo oollege variables, though the negative-effect of also la nearly** 
significant. Those oollege effects are primarily explained by the 
differential role involvement and experiences of students ./"Black students who 
live on-oaatpus, who get higher grades, and who have bettor contact with 
faoulty have higher completion rates. Living on-oampua and faoulty contact 
sees particularly Important for blaoks. For white students, all oollege types 
are superior to community oollegea — even the private junior oolleges. In 
addition, privately controlled Institutions have higher completion rates than 

Hi 




publio .schools, especially public universities. Ibis is even true when 
controlling for other college variables. Expenditures, voeatlonallem, and 
part-time composition hate significant negatlTe effects oh white degree 
oomplstlon, while selectivity has s positive effect. These effects main 
even when controlling .for role Involvement, however, employment, part-time 
attendance; living off -cam pus, low grades, low faculty oonUot and 
diaaaUafaoton are all aignlflcant deterwlnants of degree ooapletlon. Iota 
that college grades are ■ore' influential than faculty contact or satisfaction, 
* wnile for blacks faculty contact is the most important aspect of experiences. 
Educational gosjju. JLSIi- For black students, educational goals are 
enhanced by entry to a private university or oollege or e public. college, 
rather than to a publio university or oomaunity oollege. Private settings in 
general lead to higher goals than equivalent public colleges. „ This in the 
equation, with a particular advantage for private universities. Only 
part- tine composition has a negative effect on black educational goals, "while 
academic performance and faculty oontaot have positive effects. Once' again, 
for blacks fmoulty contact aeons wore important than objective evidence oT 
success in oollege. 

For white students, all private colleges lead ta higher goals than 
similar publio oolleges. As with black students, private universities retain 
an advantage not explained by specific oollege characteristics. In addition, 
for whites, higher goals are encouraged by entry to a large and 
non- vocationally oriented setting. For whites, role involvements are also 
aignlflcant, though they are not for blaoka. Greater eaployaent levels in 
oollege and being only a part- tine student lower educational goal levels, 
with degree ooapletlon, grades, 'faculty oontaot and . satisfaction are all 
positive Influences on goals for white students, with grades being the west 
influential. On the other hand, for black students, faculty oontaot la the 
most Influential of the three. 

v Table 3 Here 

SfflimnrY AAA Conaltmlonn 

JUgft «h rf acgnojpfl In Jfcnft effects pX npjjjgfig. First, black students who 
enter predoBlnantly black institutions have some advantages over other black 
students: they receive significantly higher average grades, are wore likely to 
persist for, a second year, and to obtain a bachelor's degree, however, this 
advantage can primarily be traced to the low SES composition of the oolleges, 
combined with low proportions of part-time students. Differences between 
students in different categories of the oollege typology are quite • similar for 
black and white students. Those in Jtwo-year oolleges receive, the, highest 
average grades, but overall have the lowest odds of persistence and 
graduation, and the lowest educational goals by 1979* In general, the 
two-year versus four-year differences are even greater for black students. 
*nbng the four-year oolleges and universities, students in public institutions 
receive the lowest grades; this is true for both blacks and whites, but again 
the dif f erenoex is greater for blacks. Voile the differences do not reach 
significance for blacks, public Institutions also negatively affect faculty 
itaot and satisfaction of both groups. 

On the other hand, going to a private * oollege or university leads to 
grades, fmoulty oontaot and aatlsfmotios for whites. The primary 
erenoe tjf blacks, while it does not reach significance, la the low 
afaetlon of students in privets four-year oolleges. However, for both 
groups, going to a private oollege has 'positive effects on attainment and 
goals. This advantage la greater for black students. Private universities 
sees particularly Important in increasing long-term educational goals of black 
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students, though all four-year oolleges are also good climates for this. 
Public' universities do not seas to aid blaok student attain me nt or goals as 
they do for white students. > 

- Hffh par studant expenditures in oollagss do not increase student 
sttoinaent. In fact, note that the signs of most dbaffieianta for 
expenditure* are negative, and the coefficient for while degree attainaent is 
significant. Large institutional sine has positive effects /on white, bat not 
blaok aoadeailo perfomanoe and eduoational goals; in fact, the signs of thesf 
coefficients are negative Cor blacks. Thus blacks are if any thing baraed by 
entering large colleges, mmle whites are moderately helped, yooatiooal 
orientation of the ooUege significantly lovers early persistence* ef blaok 
atudanta, but not whites. However, whites who go to vocationally oriented 
oollagss are- leas likely to obtain a degree, and tend to lover their long-tarn 
eduoational goals. These longer tern affects are not found for blacks. Thus 
overall going to a oollege with nany vocational Major areas la leas damaging 
to black atudanta than to whites. The proportion Of part-tine . students is 
assooisted with higher grades for whites, but not blacks. However, black 
atudanta in snob colleges have auoh lower faculty contact, even though they do 
not find auoh oontexta particularly dissatisfying. White atudanta are low in 
both faculty contact and. satisfaction in such contexts. Despite these 
•patterns, blacks who enter colleges with low studant cohesion have mich lower 
mm of persistence, odds of graduation, and goals. The aagnltude of the 
^PPaots.is auoh greater than for whites. While socioeconomic oonposltion does 
not effect attainment, students in schools with low SES oenposition do receive 
auoh higher grades. This is particularly true for blacks, and- as noted above, 
accounts for the grade advantage of blaoks in blaok oollagss. However, only 
for i blaok .students, going to low SES colleges also decreases satisfaction with 
oollege. In fact, white students in low SES colleges are moxfi satisfied, 
College selectivity has only one aignif leant effect for blaok students: it too 
lowers student satisfaction. This is not true for whites. In fsot. white 
students are significantly aided by entering selective colleges: they ere 
higher in both persistence and graduation rates in such settings. Black 
students are not haraed by entering sstactivs schools, but neither are they 
helped. 

Jtfilfi Ipvoirmnt. 

it the individual level, a lack of lnvolvcnent in the student r$le and 
corresponding involvement in family or work roles does not seea to hurt blaok 
performance and attainment, though these factors are important for whites. 
Only living on-csnpus is sore influential for blaoks than' whites. Blaok 
student who live on campus are far aors likely to have obtained degrees than 
those who are ooaauter atudanta. Academic performance influences degree 
attainaent and goals for both groups, though it Increases early performance 
only for whltea. On the other hand, faculty oontaot is almost three times as 
strong an influence on blaok as white at t ai naent and goals for further 
education. This measure of social-psychological integration indicates that 
acceptance and oosmuhi cation between students and faculty la crucial for black 
atudanta. It la aors important than either grades or general collage 
satisfaction. 
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In general, blaok' students are meet likely to persist for tt least a year, 
when they enter blaok oollegea, with leas Vocational orientations and acre 

'ooheslve envlronaehts. Black colleges, as well as private four-year colleges' 
and universities also lapreve toe odds that blaok students will obtain 
bachelor's degrees/ in part due to their greater student integration and the 
higher gradea students are able to obtain/ "On-canpus residence, high grades, 
and adequate oontaot with faculty all increase the chances a student will 
persist snd"graduate. (hi the other hand, going to a publio oosanmity college, 
with a vocational etaosphere, and lev student integration helps block students 
only by aoderately Increasing their gradea. Public >nlver cities and four-year 
eolleges^lead to lev early grides for blaok students, to lev satisfaction, low 
faculty oontaot, and; therefore lev odds of persistence and graduation. 

As store clacks students ore recruited into public universities,/ end as 
blaok colleges enroll lover proportions of the blaok student population, there 
are likely to be negative effects on sjany blaok students. The larger size, 
lover integration,., and higher selectivity of publio universities are apt to 
lead to lover grades, lover faculty oontaot and satisfaction. As a result, 
sone black students vbo vould have graduated in black colleges or other 1 
private colleges will 'not 'do so, in publio settings unless attempts are asde. to 

.adapt to the needs of the black student population. 
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Table 2 



Bffecta of Collegea and Bole XnrolTeaent on College Kxperl 

Black College Entrants (B«f95) 
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Table 2 (Continued) 



Rffeota of College* and Bole InvolT— ent on College Experiences 

White College Entrants (H-6500) 
Una tandar diced (Standardised) Regreeelon Coefficients 
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Bffodts of Collages, Bole InrolYomnt and Experiences on Educational Outcomes 

Blaok Collage mtrante (1*795) 
Onatanderdixed (Standardised) Regression Coefficients 

BA ESQOAL 
(1) (2) (3) (1) (2) (3) U) (2) C3) 
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Table 3 (Continued) 



. • Effects of Colleges Bole InYClTeaent and Experiences on Educational Outooaes 
< Vaite College Entrants (B«6500) 

Una tandar diced (Standardised,) Regression Coefficients 
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